3 between people and technologies can be understood; given that it is 'unique in its recognition of the complex and tangled relationship between human and nonhuman actors ' (p.114) .
Social work however, has had a 'troublesome' (Meyer and Land, 2003, p.1) and uneasy relationship with technology. Comments such as, 'I came into social work to work with people not computers' (Rafferty, 1997, p.964) are often still heard when information systems (IS) or technologies are being discussed or introduced. This type of 'digital dualism' (Jurgenson, 2012, p.83 ) is unhelpful because it fails to recognise the 'sociomaterial' (Fenwick, 2016. p.670 ) nature of the world, the profession, organisations and indeed the work. The relentless pace of digital innovation and its usage within modern life is triggering changes that cannot be ignored. Shifts, for social work, that mean ' (Watling and Rogers, 2012, p.140) .
'whether we like it or not,... the need to demonstrate a critical awareness of the social impact of the internet, and a range of digital communication and information technologies, has never been more important than it is today
Even though the majority of the lived experience occurs offline, digitalisation is forcing us online. The speed at which the UK Government's 'Digital by Default' strategy (Gov, 2016 ) is being implemented evidences how this is set to increase. Rust (2014) , whilst attempting to outline the potential impacts of this digital shift, draws attention to the Government's 'Digital Efficiency Report' (Gov, 2012) 
'between £1.7 and £1.8bn each year' (np).
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The economic orientation of this data goes some way towards explaining the urgency of the 'Digital by Default' (Gov, 2016) agenda. Yet in direct conflict with this, are the findings of a more recent Government survey that revealed a significant deficit in digital literacy across the UK (ECORYS UK, 2016). Indeed, data drawn from the Office of National Statistics (ONS) shows that even though '88%' of the general populace have engaged with online processes, '12%' have not (2016, np) . Despite the fact that, numerically, 12% may not be regarded as concerning, it actually represents quite a significant proportion of the population, approximately 6 million people, to include 'many older and disabled people… and two-thirds of women over [the age of] 75 ' (Lee, 2016 , as cited in ONS, 2016 . Moreover, what this data fails to reflect is the reality for the people affected (ONS, 2016, np) .
An hour and forty minutes spent engaging with social realism in the form of 'I Daniel Blake' (Bradshaw, 2016) illustrates in very real terms what 'Digital by Default' (Gov, 2016) can mean for those excluded. The main character, Daniel Blake, 'a man in his late 50's, who had worked all of his life as a carpenter' is described as an 'an honest bloke ' (Laverty, 2016, p.147) , who post the death of his wife suffers a heart-attack. The storyline follows Daniel as he navigates a set of circumstances that lead to him being 'sanctioned' (Adler, 2016, p.195; Taylor, 2017, np) and thus caught up in the tangled web that is the current benefits system. The occurrences that unfold drive Daniel into poverty. The stress associated with this experience cause Daniel to collapse at an appeal hearing, which was set to determine his future benefit entitlement.
Daniel died...
On the floor…
Of a public toilet...
In a Government building!
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Inasmuch as this work is fictive (Laverty, 2016) , it accurately depicts the plight of an increasing percentage of society (Adler, 2016) , through highlighting how defaulting to the digital can add to the marginalisation already felt by those attempting to access services. In addition, it illuminates the risks of placing economic value over human value in what once were welfare services.
Access to services and benefits are not the only areas relevant to social work influenced by the digital age (Harlow and Webb, 2001 ). The growth in social media type technologies means that existing problems are manifesting in ways that are becoming even more difficult to broach. Take for example, the issue of bullying in childhood. Prior to the emergence of the internet, bullying mainly occurred within the range of physical places children gathered to socialise (Wakefield, 2016) . The raft of online spaces now available, for the purposes of socialising, has changed all of that. Children, of all ages, reside online and offline, and increasingly in both spaces simultaneously. Unsurprising therefore are statistics that show an'88%' surge in bullying 'online' (NSPCC, 2016, p.7) . The children interviewed in this NSPCC research spoke of the 'pressure' to get involved in 'sexting', and explained how they felt 'trapped because the bullies could reach them everywhere', with some describing how they had been taunted to take their own life (2016, p.7) . It is the relentless nature of, and an inescapability from bullying that has reportedly led to a steep rise in the numbers of children committing suicide, highlighting the gravity of this issue in its current form (Whitehead, 2013; Pasha-Robinson, 2016) . Similarly, with regards to sexual abuse, the UK National Crime Agency (NCA) reports an alarming increase in the use of new technologies by international crime groups to record, livestream and circulate material 'in exchange for payment ' (2012, np) . Misusing technologies in this way exacerbates the trauma associated 7
Bridging the knowledge gaps
Across social work education and practice attention to digital professionalism is largely incidental, and the affordances of technologies, unrealised. Previous to very recent changes made to the requirements for social work education and practice (QAA, 2016; HCPC, 2017) the guidance that did exist (QAA, 2008; TCSW, 2013; HCPC, 2016 ) offered a modest amount of direction in terms of digital capabilities. The content of this guidance consisted of a number of concise and ambiguous statements that did little to highlight the significance of digital literacy as a layer of professionalism in social work (Turner, 2016b ' (HCPC, 2016, p.11) . Inasmuch as this guidance existed, there remained a distinct lack of explicit reference to digital professionalism across the profession, or investment in thinking about how this could be achieved, assessed or evidenced as an indicator of practice readiness. The aforementioned practitioner failings clearly indicate that digital knowledge gaps in social work education and practice both exist and persist. The fact that the newly developed Knowledge and Skills Statements (KSS) (DfE, 2014; DoH, 2015) make minimal reference to digital capabilities confirms how social work remains divorced from practice realities in this respect. ' (HCPC, 2017, np) . What all of these revisions prompt is a review of curriculum content and delivery methods, in pre and post qualifying education, to determine whether or not they afford students and practitioners with opportunities to bridge digital knowledge gaps. Therefore ensuring that professional development reflects 'changes in practice ' (HCPC, 2016, p.37) .
It was the abovementioned practitioner failings and the sparseness of concrete guidance pertaining to digital professionalism, that triggered a qualitative research project aimed at 9 'examining the contribution of social work education to the digital socialisation of students in readiness for practice' (Taylor, 2015) . More specifically, this small-scale 'phenomenographic' (Marton, 1986, p.28 ) study was developed to explore students' experiences of technologies within their professional training. To understand if teaching and learning experiences were having an effect on digital competence and confidence and-or preparing them to address digitally orientated practice issues. Furthermore, it aimed to scrutinise if the interface between technologies and students could be exploited, and to evaluate the junctures in the curriculum where digital knowledge exchanges might occur.
Overall, it sought to ascertain if curriculum design, content and delivery could be said to align with what might be expected of social work in the digital age. Given the very real need for tangible guidance that supports the development of digital literacies in social work, it was also thought that this work would provide an opportunity to glean understandings that could This mapping device was originally developed as a way of encouraging students engaged in post compulsory education to reflect upon their digital usage, presence and behaviours online.
Even though it was not originally designed as a research tool, given both the digital and the reflective orientations of this resource, it was felt that employing it in this way would generate insights on which the remainder of the semi-structured interviews could be built.
Early findings from the study suggest that even within a technology saturated teaching and learning environment, pointed exposure to digital technologies does not always occur, and that when it does, it is not always obvious. They also show that curriculum content does not explicitly support digital literacy development; and that students are not familiar with the term digital professionalism or view it as overtly relatable to their socialisation into the profession. What also became clear was the fact that none of the participants could recall if they had consciously reflected upon their use of technologies prior to the research interviews.
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Nor were they aware of two key documents produced to assist practitioners to consider online behaviours and practices (BASW, 2012; HCPC, 2012 ). Yet what is interesting, and just starting to emerge from the data, are indicators that learning about values and ethics more broadly appears to have inadvertently influenced digital presence and behaviours online.
Participants were unable to articulate how this had occurred, with comments such as, 'I just do', 'It just has', 'I don't really know why' and 'I haven't thought about it before or until now' given in response to gentle probing where indicators of digital competence were noted.
These indicators took various forms, with some students explaining how they had amended privacy settings on social media sites, some had removed identifying photographs from web profiles, and others described behaviours that signified that they were on occasions making, or at least becoming aware of, the need to make informed decisions about their presence and behaviours online. Whilst the study evidences a range of prior technology exposure across the participant group, early findings suggest that these students will enter the profession with digital knowledge and skills that fall short of what is, and what will be required, as technologies and the problems associated with them advance. There is little to suggest that this will not be the case for the majority of students across the population given that compulsory and post compulsory education systems do not, as yet, take a consistent approach to the development of digital literacies of learners (Kellsey and Taylor, 2016) .
This then leads to questions about what professional socialisation in social work education should involve, and how digital capabilities can be developed in a way that enables students to demonstrate readiness for practice in the digital age (HCPC, 2017) . If it is as Weiss et al. (2004) suggest that,
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'one of the attributes of any profession is the existence of an obligatory and specialized education and training system that serves as a necessary condition for entrance into the profession ' (p.14) then digitalisation needs to be aligned more clearly within requirements that shape social work education. However, this is not straightforward, as reflected by Millar (2013) In a bid to understand digital literacy as a layer of professionalism in social work, Actor Network Theory (ANT) is being utilised as a lens through which to identify the elements within this social work education network that together make up the whole. To identify the 'human and non-human actants' (Ballantyne, 2015, p.106) and to examine the relationality of their existence in a manner that could explain how digital learning, in this instance, took place. ANT was originally designed as a medium through which interactions between people and technologies could be mapped, investigated and therefore understood (Latour, 2005) . It pays attention to human and non-human actors in a way that recognises the agency of both, and in doing so, it provides a framework for understanding the functionality of a network. At 13 this early stage of data analysis, the network appears to include the student, academics, the curriculum, teaching activities, professional requirements and a range of technologies.
Further analysis of the data, in keeping with the phenomenographic approach, will focus on the 'similarities and differences' in the 'collective' experiences of the subjects to construct an 'outcome space' made up of 'categories of description' (Akerlind, 2005, p.322 -323) . This method of data analysis aims to generate knowledge that will inform the curriculum in a way that can better prepare students for practice in the digital age. Integral to this is the notion of digital professionalism, that once acquired could reduce the likelihood of practitioners falling foul of the complexities of the networked age. However, it is worth bearing in mind as Ingerman & Collier-Reed (2011) 
Digital professionalism, social work and the connected age
Social work education is the context within which preparedness for practice occurs; it is the gateway through which qualification and continuing professional development is secured.
Yet, notable is the fact that the social work profession continues to get into difficulties online and that students can struggle to articulate digital development on qualification, suggesting therefore that the profession has not engaged sufficiently with digitalisation thus far. The emerging practice dilemmas, woven throughout this work, evidence the need for practitioners who can differentiate between technology usage that is 'empowering and human-centred' and that which is 'divisive and dehumanising' (Schwab, 2017, p.2) . It is for this reason that the term 'digital professionalism' is used within this work, intended to address the 14 'disjointedness' described by Rafferty (2014 , as cited in Westwood, 2014 above. It could be argued that professionalism, as a way of being, should be evident in everything that educators, practitioners and students do, but until such times as social work can consistently demonstrate digital as integral it is useful to set it apart. This is of course counter to the ideal explained by Jurgenson (2012) , but clearly needed until the digital becomes 'enmeshed' (p.83) within a unified set of professional requirements designed to reflect the actuality of practice in the digital world. The point being that digital professionalism in social work can no longer be left to chance or to the unintended learning that the aforementioned study seems to suggest.
At no other point in human history has technological innovation oscillated so acutely between being a thing of 'great promise… [or that of] potential peril' (Schwab, 2017, p.2) . Having a deep appreciation of this will be useful to social work as navigates the idea of practice readiness in the connected age. Whilst we pause however, to consider digitalisation and professionalism in social work, technological innovation continues to forge ahead. Given that we were, to a larger extent, 'caught unprepared by the mobile revolution' (Cooner, 2010, p.742) our preparedness for a future that includes big data, artificial intelligence, robotics and automation, needs further explored If we do not take steps to bridge digital knowledge gaps in social work future generations will have good reason to 'hold us responsible' (Susskind and Susskind, 2015, p.307) . Law and Society, 43, 
